monitoring and evaluation of physical activity/sport and physical education initiatives in order to better understand the contexts and processes that are most likely to lead to optimal impact for young people. In 2008, the authors also reported summary findings from two projects (one being the project reported in this paper) both of which focused on using structured physical activity/sport as a vehicle for re-engaging disaffected youth and promoting positive personal and social development (Authors, b) . This paper adds to the previous publications by providing detailed data and analysis from a four-year evaluation of one of the projects and considering ways in which future programmes can facilitate sustained impact by reconsidering underpinning concepts of learning and skill 'transfer'. The paper, therefore, has two interlinked aims: to report the outcomes of the evaluation, and to consider the ways in which both the evaluation process and the outcomes can add to the wider literature base on PYD through physical activity/sport. The paper is organised into six sections: (i) a summary and update of literature presented in the previous papers; (ii) an overview of the wider positive youth development literature (iii) an overview of the outdoor/adventurous activity programme; (iv) evaluation design, methods and data analysis strategies; (v) main findings reported and analysed in the context of the issues identified in the earlier review paper and the wider PYD literature; (vi) discussion and implications for the design and conduct of future physical activity interventions that are seeking to use physical activity/sport as a form of PYD.
Throughout this paper, 'physical activity/sport' is used as an umbrella term to denote a broad range of sport, physical activity and physical education programmes or initiatives located in schools and communities. Some of these programmes are centred on one specific sport, whereas others have a broader physical activity or outdoor education remit. Although they can differ in their precise focus, with some being more competitive than others, they share similar (largely untested) philosophies about the potential value for young people of engagement in the core physicality of such activities. 'Positive youth development' is defined in more detail below but, in summary, Damon (2004) and Holt (2008) argue it is a vision of positive adolescent development in which youth are regarded as a resource to be developed rather than a problem to be solved.
(i) Youth Disaffection and Physical Activity/Sport Initiatives
Problems of youth disaffection, disengagement and anti-social behaviour continue to loom large in public and political debate in the UK and beyond (Smink, 2000; Goldson & Muncie, 2006;  Authors, a). There are enduring concerns about the involvement of (some) young people in unhealthy, antisocial or indeed criminal activity. Such concerns engender a sense of fear about the potential threat to social and moral order posed by the younger generation (Davies, 2005) . It is also apparent, however, that the concept of disaffection is complex and that it is not always defined clearly (Authors, a; Bailey, 2008) . Moreover, youth disaffection is itself a complex, multi-dimensional phenomenon, influenced by numerous factors and encompassing a range of behaviours, attitudes and experiences (Newburn, Shiner, Groben & Young, 2005; Sandford et al., 2008a) . As such, disaffection manifests itself in different ways such as disruptive or antisocial behaviour, a rejection of civic responsibilities, and disengagement from educational services/activities (DfES, 2005; Kendall & Kinder, 2005) . For a more extensive discussion of these issues see Authors (a) and Bailey (2008) .
Although concerns regarding 'problematic' youth have been evident throughout history (Hughes & Follett, 2006 ) the scale of the current problem has led to calls for 'action' to address the situation (Sandford, Duncombe & Armour, 2008b) . This has resulted in a raft of policies, programmes and initiatives, many of which use physical activity/sport as a re-engagement tool.
There is evidence of a long-standing faith in the power of physical activity/sport activities to instil positive attitudes and facilitate pro-social development for young people (Theodoulides & Armour, 2001; Bailey, Armour, Kirk, Jess, Pickup & Sandford, 2009) . Indeed, from 2000 in the UK, physical activity, physical education and sport featured prominently in government policies on youth disaffection (e.g. PESSCL, PESSYP, NOPES, Positive Futures 1 ) as well as in other funded youth re-engagement initiatives (Sandford et al., 2008b) . Even though the new Coalition Government (DCMS, 2010) has questioned the general approach taken by the previous government, they have endorsed even more strongly one aspect of it; a belief in the importance of competitive sport in children's lives.
There is evidence of a global resurgent interest in the potential value of physical activity/sport, as witnessed by initiatives such as the United Nations International Year of Sport and Physical Education in 2005 (Bailey, 2008) and the European Commission White Paper on Sport (2007). In the UK, the approach of the London 2012 Olympics has heightened interest and expectations. For example, an Olympic legacy is planned to ensure that physical activity/sport engages hard to reach young people by driving strategies that will 'help address young people's under-achievement and disaffection' (DCMS website). Most recently, the new government have stated that they want to use 'the unique inspirational power of the Games to help disadvantaged young people' (DCMS, 2010 p.10 ).
Yet, despite an enduring faith in the power of physical activity/sport engagement to build 'character', facilitate young people's positive development and contribute to a social inclusion agenda, the evidence base for such assertions is thin. At the same time, it should be recognised that the expectations on physical activity/sport settings are increasing, especially in the UK with the approach of the London 2012 Olympic Games. In particular, and as was 1 The PESSCL (Physical Education School Sport Club Links) strategy was launched by the UK government in 2002 and saw significant funding (£459 million) invested in physical education and school sport. PESSYP (Physical Education Sport Strategy for Young People) was launched in 2008 and is intended to build on the PESSCL strategy, with a further investment of £755 million over three years. The NOPES (New Opportunities for PE and Sport) initiative also saw significant investment (£751 million) in PE and sport, supported by lottery funding. Positive Futures is a national social inclusion project in the UK that uses various activities, including sport, to engage with socially marginalised young people.
pointed out in our earlier review (Authors, a) relatively little is known about the influence of contextual factors on the degree of positive impact on young people, and even less is known about the precise mechanisms through which impact occurs, or the degree to which positive changes (and which changes) are sustainable/transferable (e.g. Holt, Tink, Mandigo & Fox, 2008; Bailey et al., 2009 ). The findings reported here make a contribution to knowledge on these mechanisms, processes and changes. It is also interesting to note that there is growing interest in the potential of Positive Youth Development (PYD) as a theoretical approach that can inform the design of more effective physical activity/sport interventions, and this is now discussed in some detail.
(ii) Positive Youth Development (PYD)
A PYD approach to re-engaging disaffected or disengaged youth is based on a very specific view of youth transitions (Holt, 2008) . Whereas traditional views of youth development see adolescence as a period of inevitable difficulty or conflict (so-called storm and stress), a PYD approach takes a more optimistic stance. Derived primarily from developmental systems theory, PYD focuses on the talents, strengths and potentials of each individual young person (Granger, 2002; Lerner et al., 2005a; Holt, 2008) . As such, it represents a strength-based conception of youth development rather than a deficit-reduction approach (Lerner et al., 2005b) . For example,
as Damon (2004) expresses it; a PYD perspective 'emphasizes the manifest potentialities rather than the supposed incapacities of young people' (p.15). Thus, PYD emphasises the 'plasticity' of human development, recognising that all young people have the potential for change. It has been argued by its proponents (Granger, 2002; Lerner et al, 2005b ) that this philosophy foregrounds an understanding of youth development as being not only about preventing undesirable behaviours but, importantly, also about the promotion of desired outcomes Holt (2008) argues that while the term 'positive youth development' is used widely in the field of adolescent development, the relative infancy of the field means that there is ambiguity in definitions. There is, however, some agreement about the central PYD processes.
For example, there is a focus within PYD theory on viewing young people as being in possession of developmental resources, often referred to as strengths or assets. These assets can contribute to a young person's current and future wellbeing by maximising their potential to achieve and their resiliency to withstand difficult circumstances (Granger, 2002; Damon, 2004) .
There are similarities here with the notion of building social capital (e.g. Colley, 2003; Winter, 2003; Bailey, 2005) and it is clear that both approaches share conceptual roots in the wider sociological theories of authors such as Bourdieu (1997) and Putnam (2000) . Interestingly, however, the PYD approach emphasises the importance of context in relation to developing resources, assets or capital (Damon, 2005; Lerner et al., 2008 (2004) has noted, PYD needs to be viewed more as a community strategy than a programme strategy. Similarly, Jones (2005) has noted that PYD focuses on 'those resources and assets in a community that offer young people positive choices, experiences, and support' (p. 1) and has, again, argued that a key role of the approach is to facilitate supportive relationships between young people and adults. Certainly, the quality of personal relationships is viewed as all important within PYD theory; as Lerner et al., (2008) note, 'in all settings, people are the most important developmental asset associated with PYD' (p.11). The findings of the evaluation reported in this paper reinforce this point.
The PYD approach resonates strongly with contemporary physical activity/sport and youth re-engagement literature, particularly in its emphasis on the centrality of social processes, the need to develop positive, sustained relationships between young people and key adults (e.g.
teachers, activity leaders and mentors), and the importance of providing opportunities for young people to be served by and to serve others (Hellison, 1995; Donnelly & Coakley, 2002; Sandford et al., 2008b) . Indeed, the core principles of the PYD approach (the 'five Cs':
Competence, Confidence, Connection, Character and Caring/Compassion) reflect these views.
It is perhaps unsurprising, therefore, that researchers working in the fields of sport, physical activity and physical education are drawing upon PYD theory in their research (e.g. FraserThomas, Côté & Deakin, 2005; Holt et al., 2008) . There would certainly appear to be much potential for the theory to inform the development of future programmes, policies and initiatives. In the case of the intervention at the centre of this paper, key PYD principles underpinned its design and the ways in which relationships between the funders and five partner schools were developed.
(iii) Intervention Overview
The project at the heart of this research was developed from a partnership between a global and was intended to: make a positive contribution to the local community (which is characterised by high levels of social deprivation); aid the personal, social and educational development of the participants; and encourage/re-engage pupils in education both immediately and in their futures. In order to fulfil these aims, the intervention sponsor worked with Outward
Bound to develop a programme using outdoor/adventurous activities as a vehicle for promoting young people's personal, social and educational development.
The format of the intervention changed slightly over the five year period; however the overall framework remained constant. For the first three project years , 30 young people from year 9 (age 13-14) in each of the five partner schools (total 150 per year) were selected to take part in an organised programme of activities that spanned a whole school year (September to August). Pupils were selected by their teachers for a range of reasons, within the overall guidance from the project sponsors to select pupils who were perceived to be disaffected or disengaged in some way, and who could 'benefit' from project participation. Some supporting activities were to be school-led and based (although these proved to be problematic to organise), while a one week residential outdoor education experience was the programme highlight. The activity sessions were designed by Outward Bound to provide individual and group challenges and to develop skills such as team building, communication, and responsibility.
A key project feature was that pupils who were perceived by teachers, mentors and instructors to have 'gained the most' from the initial experience were given the opportunity to progress further. So, while 150 pupils attended an initial week-long residential at an Outward Bound centre, only 50 (i.e. 10 from each school) were selected to attend a weekend residential event later in the year. Moreover, at the end of the project year, a smaller number of pupils (2 from each school) were selected to undertake a three-week Classic Course 4 . For the last two cohorts (2006-08) the same number of pupils took part each year (150) but the order of activities was changed the larger number of pupils being offered the weekend programme first.
Throughout all five years of the project, employees from HSBC's head office were involved as volunteer 'mentors'. The mentors were trained by youth workers from one of the project schools to work with schools and pupils both within the activity sessions (which were led by Outward Bound instructors) and, in theory, in follow-up activities within the schools.
During the five year lifetime of the intervention, approximately 750 young people participated, supported by 7 regular members of school staff (with additional help for residential sessions) and 57 different HSBC mentors (9 of these being involved with more than one group of pupils). Activity sessions took place at venues in and around London as well as at two national Outward Bound centres. At the end of each year of the programme, there was an awards/presentation evening for all participants at HSBC's Head Office in London. Although the evaluation was funded for five years, data were collected on four cohorts (hereafter referred to as cohorts 1-4) with the final year of the research funding dedicated to following up earlier cohorts and attempting to complete the data sets.
The central evaluation strategy was to record individual pupil progress from their personal baseline profiles at regular intervals. As the programme progressed, and greater numbers of pupils were involved, schools found it increasingly burdensome to return the updated evaluation data. Nonetheless, by developing strong relationships with the participating schools, including joining regular project steering group meetings at HSBC, the researchers were able to collect data on approximately 500 young people, 7 members of school staff (teachers, youth workers and learning mentors), 51 HSBC mentors and the lead contacts for both HSBC in the Community and the Outward Bound Trust.
(iv) Evaluation Design, Methods and Data Analysis
The complex structure of the HSBC/Outward Bound (HSBC/OB) initiative, the composite and dynamic social contexts in which it was located, and the broad scope of its aims, presented some significant challenges for the evaluators. The task was to design a plausible evaluation strategy that would allow project impact (the core focus of the evaluation) to be ascertained over time. Granger (1998) has highlighted the challenges faced in establishing causality, i.e.
determining that any perceived impact on participants is a direct result of project activities.
Moreover, Crabbe et al., (2006) point out that in the context of sport-based programmes, such attempts can be seen as 'a rather crass effort to bang square pegs into round holes' (p.7). Other authors have noted the over-reliance of researchers on anecdotal or retrospective accounts, and have questioned the reliability of these and other predominantly qualitative methods in determining clear project outcomes (e.g. MacCallum & Beltman, 2002; Maxwell, 2004) . While agreeing with some of these criticisms, the researchers were faced with the task of evaluating a programme that gave teachers and schools considerable flexibility. Schools were, for example, invited to select any pupils who they felt could, in some way, 'benefit' from participation. This necessitated an evaluation research design that could capture, as a baseline, the reasons teachers used to selected individual pupils and any supporting evidence they could provide. It is important to note that the lead teachers were consistent throughout the project, so they were able to select the pupils, provide the baseline data and the updates during and after project involvement.
The theoretical framework for the evaluation was developed using a theory of change approach (Fulbright-Anderson, Kubisch & Connell, 2002; Kellogg Foundation, 2004 ) in order to understand how and why the programme was designed, by the sponsors, to 'work' (Weiss, 1995) . This understanding was then used to design the overall data collection strategy.
In stage one, a basic Logic Model (Kellogg Foundation, 2004) was developed for the initiative to ensure that researchers and key project participants had a shared understanding of the links between project activities, intended outcomes, and the assumptions underpinning them.
Following this, a more detailed Theory of Change Logic Model (Kellogg Foundation, 2004) was created, that focussed on developing indicators of change to inform the methodological framework.
In order to assure the quality of the data, the evaluators sought, among other things, to: 
Research Methods
A substantial body of literature emphasises the need to draw directly upon the views of young people when attempting to understand their perspectives on programmes and initiatives in which they are involved (Flutter & Rudduck, 2004; Halsey et al., 2006; Alderson, 2008) . A research strategy was devised, therefore, in which data were collected from multiple sourcesincluding young people -to find out whether and how PYD outcomes could be a) identified and b) attributed to the project (Oliver & Lalik, 2001; Harper, 2002) . Specific methods used were:
• researcher fieldnotes -based on participant observation of project activities, for example at the residential events;
• focus group discussions with pupils (20) and mentors (8);
• individual interviews with mentors (19), school staff (9) and Outward Bound staff (5);
• semi-structured reflective journals for pupils (384) and mentors (20);
• open-ended surveys for pupils (340);
• mid-evaluation survey for mentors, school staff and lead contacts (24).
In addition, a process of pupil profiling was used to capture some of the complex ways in which pupils were selected by teachers as participants, and to record pupil progress in these areas, during and after project participation, as perceived by those same teachers (see also Authors, b, c) . These data were supplemented by the data from the other research methods. At the start of each project year, lead teachers/staff at each school were asked to use relevant school-held data and/or their professional judgement to provide a brief profile of the current 'status' of each selected pupil (e.g. their attendance, behaviour, academic achievements or perceived levels of self-esteem/confidence). They were also asked to identify their reasons for individual pupil selection for the project, highlight the benefits that they expected to see for pupils as a result of their participation and indicate what evidence would be used to determine the nature/extent of project impact for each individual.
The pro-forma for the profile took the form of a semi-structured table, with columns identifying the key aspects of data collection (as outlined above) and space left for teachers to enter relevant information for each pupil. There were no restrictions on how the data should be entered, thus allowing teachers the flexibility to record any hard data (where relevant) to provide a subjective account of their own judgement and/or to cite the views of other members of staff (e.g. form tutors, class teachers etc.). In addition, data (relating to pupil 'status' only)
were requested on a comparison group of 10 pupils from each school in order to provide some point of reference for the evaluation data. These pupils had the same range of characteristics as project group pupils and could equally have been selected for project involvement 5 . The same school staff were then asked to update the pupil profiles at intervals throughout the project and beyond; i.e. at 6, 12, 24 and 36 months until the pupils reached the end of compulsory schooling (aged 16). Over three years, this resulted in a total of 410 individual participant profiles and 120 comparison group profiles.
In order to provide an indication of the degree of perceived impact, staff were also asked at the end of each profile update to note whether the progress of pupils (in both project and comparison groups) had been largely positive (P), unchanged (NC) or negative (N), using their baseline profile information as a benchmark. This process of pupil profiling was used for all pupils participating in the first three years of the HSBC/OB project. However, following the change in project structure at the end of the third year (and in response to comments from school staff regarding the pressures of providing increasing amounts of evaluation data) the evaluators decided to adopt a more focused case-study approach for pupil participants in year 4 of the project. This proved to be advantageous because the data from the first three years were very consistent, and the five detailed pupil cases studies from each school in year 4 provided important explanatory data. No comparison groups were used in year 4 of the research.
Data Analysis
Analysis of the data from the surveys took the form of descriptive statistics; for example, the frequency of a particular response or the percentage of the total data set that this represented.
With regard to the pupil profile data, the update information was also summarised to show the number and percentage of pupils who had improved from, maintained, or dropped below their baseline profiles (as perceived by teachers). The data from these sources, plus that from interview transcripts, journal writing and researcher fieldnotes, were collated and then analysed using a staged grounded theory process similar to that described by Harry, Sturges and Klingner (2005) . Thus, data were analysed by coding in stages (Glaser & Strauss, 1967; Strauss & Corbin, 1998) 
Limitations
We acknowledge the limitations of this research design. As was noted earlier, neither the project sponsors -nor the researchers -could control how participants were selected for the project by teachers (although guidance was provided by the sponsors). Given this major challenge, the researchers had to rely on the internal consistency of teacher reporting on the pupils' baseline and update profiles, supplemented by hard data where available (for example in the case of poor school attendance or recorded behaviour 'incidents'). In addition, the researchers supplemented the pupil profile data with the collection of qualitative data from both pupils and all the adult participants throughout the evaluation. Furthermore, as was noted earlier, it was impossible to provide a control group given the wide range of reasons teachers used for pupil selection. Attempts were made instead to identify a comparison group in each school, although even this proved to be largely unworkable in practice due to the demands on teacher time. The compromise strategy of identifying a smaller comparison group (n=10) was partially successful in 3 schools, although the data should be treated with much caution.
(v) Findings

Findings from the pupil profile data
As noted above, individual pupil profiles were central to the research design in order to record the 'distance travelled' by each participant (Crabbe et al., 2006) . The profiling process was used extensively throughout the first three years of the project, providing an overview of impact on pupils in Cohorts 1, 2 and 3. Moreover, this impact can be viewed both collectively and individually. In other words, while the individual profiles can be grouped together to give a broader view of project impact (see Table 1 ), it is also possible to identify individual paths to progress (or otherwise) for specific pupils (see Table 2 ).
[Insert Tables 1 and 2] There are a number of points of interest to highlight from the collated data in Table 1 .
Firstly, the majority of pupils who participated in the HSBC/OB project showed positive improvements from their baseline profiles, and over 50% of pupils maintained this progress to the point of leaving school at 16 years (36 months after initial project involvement). In addition, where data were available, project group pupils appeared to outperform a comparison group of matched individuals who did not participate in project activities (although it must be emphasised that the comparison group data received was often patchy and, as such, cannot be considered wholly robust).
The data also showed that those pupils who progressed to the later stages of the project showed greater improvements from baseline than those who experienced only the initial week, with many (63% and 75% for the weekend residential and Classic Course events respectively) maintaining these improvements to the point of leaving school. This finding was supported by feedback received from school staff in interviews, with one teacher noting that "It is becoming clear that those students with regular follow up input are continuing to achieve the most". Data collated (through both focus group discussions and written feedback) from pupils who attended the final Classic Course event also indicated the level of impact from this particular event; for example:
"I have enjoyed the Classic Course so much and I will remember it forever. I believe it will sculpt my future and my approach to my future" (Alexandra, Cohort 4).
Despite such positive findings, however, it should also be noted that there was a trend for the degree of positive improvement to decrease following the cessation of organised project activities (after 12 months for most pupils). Moreover, it is important to remember that at the point of leaving school, involvement in the HSBC/OB project had made no recorded impact on approximately one third of pupils. The data from school staff provided some explanation; with several teachers suggesting it was important that pupils were 'interested in' or 'buying into' the project for positive impact to be achieved. For example, one teacher noted:
"I know there are some pupils (in our school) who would benefit from some kind of programme, but this one (HSBC/OB) is not the right one for them. They just wouldn't get anything from it" (School D)
It may be, therefore, that one reason for little or no recorded impact on some pupils was that they were not selected carefully enough for this particular project. Indeed, a number of pupils identified this point; for example:
"I think that the people who didn't improve, when they went (to the Outward Bound centre) they couldn't do it, they like blocked it out. They had this attitude like 'I don't want to do this'. You've got to try something to get better." (Finlay, Cohort 2) "I just think that there's two different kinds of people. One is where they say 'I'm going to take part in this course and I want to achieve something and do something and take it back', and another one says 'I'm just going to do the course and come back'". (Imran, Cohort 2)
Certainly, pupils who find the physical activity/sport context difficult or alienating are unlikely to gain much from the HSBC/OB experience.
Findings on extended impact
In addition to showing a broad picture of positive impact, the updated pupil profile data revealed that a considerable number of project group pupils who showed positive improvements from baseline went on to become involved in other developmental activities within and outside school. These included Duke of Edinburgh awards, Youth Enterprise or business mentoring, or roles of responsibility such as Head Boy/Girl, prefects or student council membership. At the end of the project, each school was asked to indicate the approximate number of their project group pupils (Cohorts 1 to 4) who fell into each of these categories. The available data are summarised in the following tables (Tables 3 and 4 6 ):
[Insert Tables 3 and 4] These data show that many of the pupils who benefited from involvement in the HSBC/OB project went on to other achievements within and outside of school. For example, for School D over 40% of pupils in each HSBC/OB Cohort became involved in other activities or programmes with a personal development aspect. These data also corroborate interview data from teachers who reported the benefits of extension opportunities: It is important to recognise, of course, that in some cases, project schools may have actively supported the positive development of individual project participants by appointing them to roles of responsibility or privilege, and this may be a partial explanation for the strength of the data. However, in order for this to happen, some positive progress would have been apparent.
"I can give you examples of pupils who have really grown as a result of taking part (in the project
Certainly, from evidence such as this it can be concluded that some of the specific objectives of the HSBC/OB project were met, namely: encouraging and re-engaging pupils; and helping pupils to become role models within schools.
Findings on the nature of personal positive development
An analysis of both the profile and interview data (from pupils and teachers) generated from Cohorts 1 to 4 of the project provide some support for the literature outlined in sections one and two. An illustrative summary of the pupil data from focus group discussions and individual journals is shown in Table 5 .
[Insert Indeed, in many cases, the development of leadership ability was seen to encompass other core skills such as communication, teamwork skills, problem-solving skills and empathy. As such, many of the pupils perceived to have developed leadership skills appeared to be viewed by teachers as those who had gained the most from the project experience.
Interestingly, as is illustrated above, many of the skills identified by pupils can be seen to have a relational aspect, pertaining to their connections or interactions with others (e.g. trust, teamwork, communication, empathy and self-confidence) and this reflects the social nature of the group activities that the pupils undertook at the Outward Bound centres. The perceived relevance of acquiring/developing key skills can perhaps also be seen to reflect the literature (PYD, physical education and youth mentoring) on viewing such 'resources' as social and cultural capital. This is discussed in more detail in the following section.
(vi) Discussion
The data from this research both corroborate and extend existing knowledge on positive youth development through physical activity/sport (Holt, 2008; Hellison et al., 2008) . Three issues are of particular importance: the selection of pupils; the 'transfer' of key skills; and the importance of positive social relationships. Each of these issues is discussed in turn, followed by an analysis of their contribution to our understanding of programme design for (sustained) impact.
Selection of pupils
Belief in the need to match closely individual pupil needs with specific project characteristics or objectives (Findings 1) has been noted elsewhere in the youth physical activity literature and has been linked to the importance of providing personalised learning experiences (e.g. DfES, 2004; Sandford et al., 2008a,b) . The data from the HSBC/OB project, particularly the pupils showing no change or negative change from their baseline profiles, support this belief. It is apparent that physical activity/sport interventions are no panacea for social problems, nor can they expect to appeal to or influence every individual in the same way (Hartmann & Wheelock, 2002) . Data from the HSBC/OB project (Findings 2) show that those pupils who engaged most with the project activities were those who also became involved in additional activities, where they were presented with opportunities to use and apply their newly acquired/developed skills in different contexts. This issue links closely with the next.
'Transfer' of skills
Given the acknowledged importance of skill transfer in the PYD literature (e.g. Holt, 2008) it is unsurprising to find that these individuals were the ones perceived to have benefited most from their involvement with the HSBC/OB project. Theokas et al. (2008) point out that transfer of skills is a key factor in PYD programmes using sport/physical activity, commenting that 'the ability to transfer skills learned in sports to other domains is perhaps the most crucial step in achieving maximum outcome from participation in sports ' (pp. 72-73) . These authors also note that 'what is learned in the athletic venue must be able to be transferred to non-sport settings' (p.78) and they highlight a number of strategies that can potentially aid transfer, such as designing conditions to enhance transfer before the activity commences, providing opportunities for reflection and ensuring follow-up experiences are in place to enhance and reinforce learning.
Although some of these conditions were met within the HSBC/OB project, we have argued elsewhere (Authors, b, c) that the provision of follow-up activities was an area of project design that was underdeveloped. Certainly the data and the wider PYD literature provide evidence to suggest that, at the very least, specific planning for skill transfer should be built into project design. Yet, it is also possible to question the validity of the whole notion of 'transfer' in the context of learning. Hager & Hodkinson (2009) argue that we need to reconsider the strategy of 'using the metaphor of learning transfer for trying to understand what happens when people learn something new and/or move into new and different situations' (p. 620). These authors remind us that it is people who move between contexts (rather than disembodied knowledge or skills) and, drawing upon Bourdieu, they also point out that capital 'is relative to the field within which it is used' (p. 632). Thus, they argue for a more complex understanding of learning as 'becoming within a transitional process of boundary crossing ' (p.635) . This view seems to take us beyond some of the more mechanistic -and simplistic -approaches to skill learning evident in some of the PYD literature. Certainly the data from this study illustrate the complexities of such transfer, cautioning against naive beliefs in the inherent value of physical activity/sport settings for PYD. .
Positive social relationships
The data from the HSBC/OB project (see Findings 3) provide clear support for the body of literature that highlights the importance of social and relational processes in physical activity programmes for disaffected youth (e.g. Hellison et al., 2008) and, indeed, for the potential of the PYD approach (Lerner et al., 2008) . 
Sustaining positive impact?
It can be argued that underpinning the findings from this research is the notion of fostering positive personal and social development through the acquisition, over time, of (socially acceptable) skills and traits. Earlier in the paper, it was noted that this concept of developing assets, or resources, was linked strongly to context within the PYD literature. This point is reinforced in the HSBC/OB data. Furthermore, it was argued earlier that that there was a perceptible link to this notion of assets and the concept of social capital, as outlined in the work of theorists such as Bourdieu (1985; 1997) . What this seems to suggest is that the skills/assets acquired and developed through a PYD process can be seen to function as valued social (even physical) capital. It could, therefore, be argued that the process of skill transfer affords young people the opportunity to convert this capital into other usable forms (e.g. cultural or economic capital), thereby aiding their progression within relevant social fields (Bourdieu, 1985; Shilling, 1997) . On the other hand, as was noted earlier, any simplistic notion of learning 'transfer'
should be questioned.
Colley ( 
Conclusion
In our earlier paper (Authors, a), an analysis of the physical activity/sport and PYD literature led to the identification of six key points to be considered in future project design. These were:
re-evaluate current practice in the light of evidence; recognise the significance of social relationships; create a sense of community; employ a multi-agency approach; build a structure to ensure sustainability; and incorporate credible monitoring and evaluation. It is suggested that this evaluation of the HSBC/OB project has corroborated some of these points and shed further light on others. For example, it was recognised that relationships with key adults were central to positive impact because attempts were made to involve HSBC staff as 'mentors' to the young people, and to train them for this role. The sponsors also funded evaluation research for the life of the project, and they were keen to use emerging findings to improve the experience for subsequent cohorts of young people.
One of the key lessons to be learnt from this project, however, is about sustaining positive impact on young people beyond their involvement in project activities. To some extent, the HSBC/OB project design did take cognisance of suggestions that project activities should be sustained (e.g. Morris et al., 2003) and there is certainly evidence that those pupils who retained involvement in the project for the longest were more likely to sustain positive impact.
Moreover, where schools embraced the project fully by organising additional follow-up activities and linking pupils to compatible activities (such as DoE), the outcomes for pupils appeared to be more positive. What is clear, however, is that in order for more disengaged/disaffected young people to gain the maximum possible from investment in such sport/physical activity interventions, it is important to view the physical activity setting as having the potential for positive impact learning, rather than as a panacea for addressing an unrealistic plethora of personal and social issues. Moreover, there could be some advantage in conceptualising learning differently (as a process of becoming) and the changes required and any positive impact desired as 'reforming habitus'. This would, at the very least, signal some caution where sponsors and organisers expect to see impact in any simplistic manner and transfer of skills from one setting to another in unproblematic ways. We would suggest this is an avenue for further research.
Finally, there are lessons to be learnt for evaluators. It is important to acknowledge that the project sponsors were keen to learn from the evaluation, to make changes to the project based on emerging findings and to understand impact. Even so, the challenges posed by the numbers of pupils involved, the range of reasons for selection, the lack of any feasible way of calibrating teachers' descriptions of pupils (for example as 'withdrawn', shy, or disengaged) and the limited time teachers have available to provide impact data on project pupils let alone a comparison group (most refused) made this research daunting. The limitations of the research are many; nonetheless, we would argue that by borrowing Crabbe and colleague's (2006) notion of 'distance travelled', using individual pupil profiling, and using a range of different methods to view the same issues, we are able to make an evidence-based contribution to the literature in this field.
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